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ABSTRACT

A study was conducted to 1nvestigate sone basic
1earning activities in order to 1dentify strategies that make
learning more effortless. Study topics focus on acquisition of new
second-language vocabulary, students' organization of their
notebooks, studying for tests, observation of classroom
comsunication, and test-taking strategies. Nineteen native.
English-speaking students from the United States who were spending
their junior year in Israel were studied. They were taking an
intensive Hebrew program for two months, followed.by a field
.experience, and then less intensive Hebrew studies. A language
background questzonnaire was administered to the students to obrain
pre-instruction profiles. Study results suggest that if students used
some associational patterns for learning vocabulary, the words were
retazned successfully over time. No one note-taking or review method
is appropriate for all} stud&nts. but students did not differ ‘much in
basic note~taking and review patterns, as revealed by self-report.
Students themselves can be a good source of information concerning
ctudy tips. Good and bad communicative strategies appeared across
class levels and were used both’'by better and poorer students. It was
demonstrated that it is difficult for an outside observer to.
establish the actual source of the error and to identify the learner
strategy being employed without consulting the learners. Ssix
suggestions about how to take tests were generated. The language
background .questicnnaire is appended. (SW¥)
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Intro_duct’ion _
Recent roscarch has focused incroasingly on the good langusge learner

(Rubin, 19755 Naiman, Fréhlioh, & Stern, 1975; Weache, 1977; Hosenfeld,
19763 Blalystok & Frdhlich, 1977a, 157703 Cohsn & Robbins, 15763 Cohen,
197?). More and more the emphasis is on identifying hucceasml' learning
stmategles -- atr'atagioa that ecould actually be taught to language learners
to help them maximize the benefita of formal language instruetion. It t
is not very clear which behaviors actually prorote success. l’.aarnalra
themesolves may not pay conscious attention to what they do. In order to
identify atrategiaa, therefore, we miat focus our attention on bssic agpacts
of tha lzmguago learning process and aleo on the 1nf;eracticn betwesn
the learner and the teacher. .

* Thig sbudy eet cut to 1nvastigate somo. of. the basic thinga that
language lsarneras do, such as laarning vocabulary, participating orally
in class, organizing their rgohebc;oka. and-taking tests, with the intent
c;f identifying and describing stratagies tha-“ "easify” the learning
process «- :1.5., stratogies that mako learning mors effortless. a:aciﬁ.cal'lq,
wo sought enswers to the following questionst i

1. How do studonts learn now sscond-languyge Vocabulary? If they
make associations, wha® kinds and how syccessful are the associations

over time? . f . -

2+ bkhat can we learn about aaco;ad-laﬁguage leaming from tl;e vay
that studenta organlsze their notebooks ‘and study for tests?

3. ‘hat insights about good and 'bad comminicative strategies
in the classroom can be gainad from empirical sbaervation .cotipled-uith
vorification by the students thomselves? '

b, what stratogies do students use.in taking seoond~language tenta?
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The subjects were n{netean.nativo English-spenking students on a
Junior year abroad progran from the United Statas to Is.raolo They were

' taking an intensive Hebrew progran for tvo monthe at the Jacob Hiatt
Institute of Brandeia Univeraity, in Jerusalem, followed by a fleld
exporience, elmd then continued Hebreir,. less intensively. During the
éoriod of instruction, the leartlmra lived togsther within‘the I!Instituta
or in nearby ;lpari;i:;onta. leng the intensive Hubrew phase, ;%ude;ats
received fouwr hours of formal classroom instruction aa.ci: day, .'g‘on;‘ times
ﬁ_ Wokoksupplemnﬁﬁd by a series of lectures in Hebrew on various to;fica. |
The s:‘..udonta ware divided into throe lavels. of profisiencys t.:eg;.m:ors
(n=9), intermediate students (N=6), and advanoed students (N=4). During
‘the loaa 1ntenaive phaso, the students received eix hours of Hebrew
.por week; and tho rest of thoir courses such as sociology, political
science, eto., were conducted in English. ‘

A aoi?an@g questionnaire was devisad in qrdor }:o o.btain pro-instrustion
profiles. . The instrument was designed and piloted b.oforohand, w!_.th Ian
1&&112051 good-language~learner profile in mind. Tha questionnaire
asked for the tott;l number of languages that the student hag studied,
type of axposure to each, and abili.ty in the differont skills. :.itudonta
were also asked about their form]: and inform] exposurs to Hebm
beforo the sumier course, and were asked to rate themselves in differont
arsas. The students slmo rated thoﬁaelvoa in Eﬁgl:lsh vocabulary and
gramar.\ ﬂtudenta were askod to indicate how thay classify a now language
with respact to vocabulary and grammar. F!.nally, the studonts were requostod
o chack off (from a 1ist provided) the strateglos that they ndght use
vhen they did not- know'a particular word in tho target language.

Thie scroening device was sdninistered at the start of instruction,:

\ g
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in July, 1977, on a group basis (sse Appendix for a copy of the quostionnaire). . '

On the basis of the questio'nnairo, the following ‘genaral' information
‘was lsarned about the subjoctas. Most of thom had bosn axpose% tr;"two .
or more languaéoa aside from English. 411 but three' had' had upc:snre
to Bebrew,’ and & full fourteen had studied 'Fronch (a popular language
on the U,8. Fast Coast, where these studefnta came from). Of those ;cho
had studied ﬁebrew, most had studied it éor fro% four to glx yaears, One
kad studied it for sixtsen years. More timnlhalf haci studied 'rathar
Menaiwly\ﬁ.e.,{’mom than once a week), . ™e grades that they receiyod
in Hebrew 'a‘chool classes in the U.d, were high, most 'raportins.s-"ts"s, while
they go;ez:ally described their mastdéry of Hobrew grammar as "pbor," and
the extent of their vocabulary aaMimited.” Waen asked about their
facility at learning grammy ruies-and vocabu]:ary in other langnages '
thet they had been expesed to, most rated themselves as "fair” or
"good"' (aee“l'hble 1), ‘ _

Wa were also interested in how they would rate'ihese areas in their
native h;:guaga. Vost rated themselves as excel’len{:',_ but three indicated
they ’wénro iny fair at learning grammar rules, and one reported being
fair al learning vocabulary. ' |

The students generally ratod their skills in Hobrew as lower than
in other foreign languages, in all feur skill areas ~- understanding
a comversation, e}rgaging in a con;eraation, reading a magagine, and
writing a oompositifn {(seo Tablo 1, .$10).

Students as a group reported learning grammsr more by maldng up
their own rules and making lists of orrors than by uaing rosource kmr
booke. They reported using textbook ru'lea the least  froquently of all
(aso Table 1, #i1). Thoy reported learning vocabulary most frequontly
by aynonym groupa, then by parts of speech, then by cognates, and
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. Table 1 "o . .
Summary Data from Ianguage-aackgéound Queastionnaire (N=19)

1. Number.of languages exposed tor -Innzuagea expoaad tos

i sesnsnes 1 . Hﬂbm 16 Iﬂtin R
2 [ AR S RENE] 9 .- Fr@ncn 11’ Gemn )
3'---...-. 8 ' wah . 6 Chaaical
bttltlllt 1 ﬁddiﬂh 6 Graok

3+ length of Hebrew study: ] Intenaity of studys -

"N .

-1 gyear 3 once a week .

1-3 years © & several times/week
6 years. 8 L. aevery day '

10-16 years b

N X
g.lllll.l.g . . - SOOd N 3
lllltllltb fail‘ ' g

C ovvnvenes 2 poor 1

5. Overall grade in Hobrew: - Mastery of grammar in Hebrou:

7. BExtent of vocabulary in Hebrew: 8. lLearning grammar rulea ’
- N B .in English in other languagoa
. good 3 N ¥
" falr 1. excollent 9 good 7
limited 13 . ‘ good .- 7 falr 9
. _ fair , .»- 3 poor 3

9. . Learning of vocabulur.:;r .
in Engliah  1n other languages

good
fair

fair 7
poor 3

N N
excallent 12 good 9™
1

10, Rating ot Langunge 1118 (good=3, Lair=2, poorci, nono=0)z . .
Understand Engago in’ Read Write
Conwversation , Co&versation Magazine Composition -
Hebraw S . - : _ ' ’
an (“-'-'19) 1.2 " 1,10 . 063 +8b
. 8D .25 1.05 .83 1.12

-

Other langungos : ‘
Mean 2&15 i .?6 1-%9 1&39
S.D. -85 1-00 ot 1-07 3 .88

11. I.narning gramoar bys (all the time=1, eometimes=2, raroly=3, neverch)
Tartbeok rule Recource grammar  HMaking up Making lists
books own rules of errors
Phan 3.63 i . 3-05 ) 2-21 2 21 L]
3.0 «50 ) 91 : rd 79
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'l'ablo (contdc) o ot 'i S

12. Llearning vocabulary by: (all thu timo=1, somotimus=2, rarely=3, navere<l)

Tople Groups Parts of Spooch Cognates Synonyms
¥aan 3.21 2.68 C 2.7 2.5
S.D. W71 . .68 .93 . +69

13. Comtunicative strategy when don't know word:
Co;l.n word  Describe Dascribe  Usn goneral  Geaturs
precisely . loosely term .
8.D. .96 +70 .70 81
(311 the tima=1, sometimés=2, rarely=3, never=l)
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least often by toplo groups (Table 1; #12). Wen in the middle of a

-

Eoplvoraation., they did not know tho word to use, they réportod thenselves
most likely tq_coin a word, then to describe the word precisely, then
“to use a general term, then to describe the word loosely, and then to

use & gesﬁure (Table 1, #13; alao.aao language Baokground Questionnaire,

Appendix). - R
’ et

Slncef answars to each of the four r;search questions vere pursued
through what‘.mun%od to four separate mini-studies, each will be raported
in turn in its e'ntirety ~= i,a., procedures, findings, and discussion,
in the ;olloainé order: voeabulary lsarning, notebook organization
and stusy “for ‘tests, claaaroom obser?ation of cormunicative atratogiea
Ni‘t.h student verification, and teat-taking strategles.

,_ga_r_inﬂocabulary in a Sacond Janguage

Rescarchers are increasingly interested in the rolationahip betmn
;general res:earoh on msmory and memory in learning a second hpgﬁage. ’
Stevick (1976), ‘for example, devotes considorable attqnti&n to 8 review _
of the memory ‘hi:omt\ire and its rolation to verval hlahorf in seeond~language
learning. Cook (1977) also dovotes attenticr to this ama If research
on leaming aacond—language vocabulary can be oharacterizad, thon it _
can be characterized as reﬂecffng one-sl‘.oﬁ studies rather than longitudinal

- ‘ones. and often involving exnerimontal tasks not usvally part of -

regular classroom activities (o.g., Benning, 19?3! Cooky 1977). ‘When
leaming by association is introduced, then the types of aaaociationa

are restrioted = association to othar words in the target language through
gound or meaning (Henning, 1973) or association by topid group (Cook, 1977). .
Researchers have investigated inconolusively various conditions for .

8
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vocabuf!gry lanz"ning, such as through _t;ontex"t‘ or g.llrc;u'gh 1ists (G9rahmn, 19703
J:ohnaon; 1977), and at least one investigator h_ga specifically suggosted |
.that leaming be investigated over time (carah;in}n, 19?0); _ | ‘
- Studies on thu g'ood language learnor which have v'oca'i;ulary learning as
. one. component nay rafer to word assooiations as a good thing. For enmpﬁ
‘Woache (197?) suggests that learners. oxploit the i}‘ichaa‘asociational poasibilitioa
of aow materi&'l. both through uonscioua asaociation-mald.ng and maard.ngl’ul
practice in the sécond lanéunge {p. 19).
that we felt was needed was, longituulnal research on second-langtaaga
éoca‘b.ulary lagrning, based on a realistic-classroom activity (e.g., gloasing
in tha native langu.age new words appearing '1n a text). Ve alao wanted to
open up the research to\the total array of possible associations that the
* learnor might make. We also wero 1nterestcd in injecting tho alemant of /
raview or what Briacoe (19??) refers to as "post-emluation practice, "
since part of long~-term learnins consists of re-lee.rning mtarial that

&

is racyclﬂd. . . ;' °f
With these 4interasts in mind, in July, 1977, we undertook a preliminary
pllot investigatioa of laa:jning through word aasociatign amoag seven Jearaers
"of He‘b:"ew as & sacond lariguaga at the Jewiah Theological Scminary's summer
course in Jerqsalem. This longitudinal study was conducted over 30 days.
We found that words learned throug}i aésociation wero ganerally retained,
as indicated by performance on a--seri.ea of"three roce1? *-sks., Furthermorse
', students produced a aumber of types of associations.
With the oxporience from this initial study, we thon set out to
1nvestigate the topic in greatar dopth and over a longer time frame.
» We subd:t.vided the ba.aic raaoarch quostion regarding vocabulary leam‘lng and

o~

the uge of association into tho following specific questionss .
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When asked to learn new vocabulary from a writtaen texh in class, what do students

dot Do studonta mke associationa? If so, what kinids? “How succeaaml

are thosze nasooiationa over time? Does student profiociency a.tfeot

-succeaafn‘ Areo thero diﬁfgrencea in types of associations acroas class ievlola?
‘ noéal degret; of contact out of clags have nny offect on words le'arned through
aasociation? Of what benefit are aaaociationa which ara supplied by
teachers? To what extent does aeeing new '.rocabulary in oontext help in

the recall of thaae words' {(as opposed to encountering these words_in lista)?
that is the relationahip between success at vocabulary learning

and the\froqnoncy of uge of various commnicative strategies when the

loafner lacks the app;'opriate word?

Swenteen of the studonts (9 bogirmers, 6 1ntemadiataa, and 2
| advanced) took part in this study and were given seven diffe*ent taska, .
spanning_approﬁ.mately 100 days (July 27-November 4, ‘{9??)- ’Ihe followlng '
isa liating of tasks by approximate day. The aotua:']:' day varied elightly
by grovp level. Note that students were givan feedback on their answers
_and had time to review prior to starting T‘&ske #3 and. ¥4,
Ihsk #1, 15t day-- Original Text: The learners were gi;ran a passage

in Hebrew to read, according to their lovel of proficiency {beglipidng, o
intermadiate, or advanced, re.spocti_.valy)g They were told to underline
words that they did not know, boti'as the teacher read tho paasage out
Z'Lr;ud and then as thay re~d 1% over to themselves. Then the teacher ;;ro-
vided an English gloss for “each word that they had underlined. The stu-~
dents were then given claaa time to learn t.heso worda and were agkod

. to write in the margin what, if any, ,learning ald they had used to

loarn a word, 1.3., aasocia‘tion with !:l*o structure of the word, association

with anotho'r word in Hebrew or with & word in Engliah, and 80. on.

10




Taak #2, “2nd day _B“ Taxt with Pér.sonal“-imd Underli ingss, * The learners

N

were given thé sama toxt w!.th tho worda that dach learner did not know )
' undorlined, but lacking the glosses that- t.hoy" had m-:ltton :l.n. ‘!‘hoy were

- ‘. LI
aﬂkﬁdtomplytheaogloosos.-‘ LT .

’I‘askjj}, Sth day == Perscnalized Word List: ,me léamero were given

“an oppo*tunity to review corractions on, thoir gloases, and then ware given
a personalized list of the Words that they had und.erlinedr, .3111: thiavtin!o

- -

out.ofcontaxb. .. R _J/,,,- _’ -

. ‘I'ask ﬂi 7th day == Cormon lsb;:d_ﬁt_t‘t The Zl:earn‘era fi.rst got fe‘edback >

{

as to corroct gloosw i‘or their peroonaiizad ‘.Iist;,-.\and thon thoy wero givon

8 list of 'ten words of Gopmon aifﬂcu,lt' to tho ma;ority ‘of - -their group.

C 'q.&

‘!‘hay waro aaked to su;fply glésses. ",-.» .~' _.? I o

sk #35, 1& day - New P'\ggaget A new paoaage waa prepared, 1n
vhich care was %aken so that the general diffioulty 1&?31 wculd be tfm -

L

same and so that the comon words would appoar in tha game ':torm as in
. the original passage but 1n a different ordor. Studenta vére aakod to

) * supply glqaaes and to indicate ther frequency with uhich thoy haa been
in conta*ct w!.th. the word eince they had encotntered itxdn thia toxt
("no cont‘.act, " "sfmo contact, or frequen{: contact®).

‘I'aak #6, 90th day »= Porsonalized ¥ rd 11 " Pha learnera recuived

" the same individualized word list as in Paek #3, for which they were to

supply Engliah equivalents. They were.nlao asked to indicate the
frequency with which. they had been.in contact with the word (™no

o
-

oontact, " "some, " or "i‘roquont").
Task #?, 100%h day =~ Origina',l "'gxb with Individualized Werds deteds

The learpers -were given the original text from Tadk #1, this time with
their individualized worde doleted and with English glosses written over
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. ® the deletions The learners were now asked o supply the missing words

in Hobrow- . Thus, bhis lagt task marked a departurs from the previous
tasks in that now tho students had to provide & Hobrow gloss for tho
Fnglish wore, however, tho original Hobrew oonto;ct waa providod. The
maon - for ‘this {/:ask was to provide a check .'c:or two-directiomal .-
vooa‘oulary 1:3arning' (ra -)' L2 and 129 11). A Joarner’s favor:i.ng of.

one diroction (0.8 14 Lz) could &ffoot his ability to con;prohond or )

-

produce the dosirod woxrd in the second- languago. .
v, L

Findingg . . |
In most instances, atudonts simply tried '"emorizing the words that
“they did not know. As an aid to memory, soms students rev}rote thp Hebrew
waord on the bottom of the page along with the Erngzliah 'g;losa.l " The nunber
.y oﬁ’word's that. studonts requosted glosses for (in 'I‘nsk #1) ranged from

. s A
11 %o 1&0. The mean porcentage of oorrect glosses aorc:sa gl) tasks vas _

-

75‘;5 In othor words, in 3{# of tha cases, ntudenta troro rebaining
new vocabulary Words, over timo, whotﬁor through straight momorimtion
_oF through the u?'ao of assooiationu. ' ] : » .o

Six of.tho nine bogimers reported aaaoc.l.ationa that thoy uoed, ﬁ.vo
of the six 1ntormediataa, and both adve.nced sbudants. "It s likely that
at 'loa.at somg of the assooiationk n’ad9 were 4. result of our spooiﬁo
roquost that thoy ‘record any associations that thoy made. Ib'was porho.ps
aurprlsing thnt ovon with only 13 stu@pnts r\eporting associations, 7o -
still tallied ag many as oloven diﬁ‘oront types pf aasooiations- And
it mst be romeni:ored that theso wero only those assooiations that students .
mado 'ﬂhon given a spociﬂo classroom task == Lo., associations for worda

glosaod in a text, In other wordo, it studonto, 1250 ) leaming words in
- N \'
conversation out of olass, there coula be, othor dsoooiption‘a as Well ==

1+ In the mini-study on organization or'ﬁ'h-no no'toboo]c and studyling for tests,”
several students specifically notod that thoy had to writo down 3 word :
in order to learn 1t.

e

.
Q
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such as by touch, smell, tasto, tons of 'roice, identification with a person,

with an evont, and so forth, R,

-

The following are ehe catdgories of associations ‘that ‘appeareds® .

1. Aaaociqtiﬁk Hebrew worﬁa to English words with a gi_;nilar sound}’ ‘
0.8 m 'h“a hurrios® to “haro,® lazuz 'to ;nove‘ to "snooze, " imunim
tra:ln‘lng to amunition.

L]

2. Asaociating part of a word to an English word by aound ahnd meaning,

-and the other purt to a Hebrew word by aound-and_meaning: 0:g+y bonatiyim
\, ! . -
'meanwhile® ~- bon to beyn 'between® and tayim to "time." °

3.. Assooiating sound and ‘.meaning to an English phrasos ©:8+y. bonatayim
S ‘

N\

'1. Associating Hebrew words with other Hebriw worcla by aonndl 6.3y’

\'amy' to tsena 'leave,* rexow ‘streoct' to _rg._;:_g__ 'far, ramzoy ‘street:

Ught’ to or "Mght.*"

to "bean a long timo .

L4

teava

5. Assooiating Hebrew Words to proper names) 0-8-. maxsno 'cam'
to rana (thestrost that the Jacob Hiatt Institute vas ondy A
6. Itssocia.ting to another language through meaningl e.2. tox 'inside'

to tuchus (Iiddish for ‘backside').

7. Associating by structurot e.g., lifpey *befors’ to 1ifaminm *somotimes, *

g_;é_g_g; "order® to lesader ‘' 'to order.’ .
8. Assooiafing by ono or more letteraz 6.8, masa 1t *truck' by [m],

in that vehicles often bag.’m with [m] 1n Hobrew; maxane ‘camp*® by the
picture of [x], () in Hebreri;becauae it looks like a shelter; boont.en
'in the middle' by the Hebrew {m] in the micale.

9. ImsooiaH.rw with a {requontly-seen signi e.g., Jaatsor 'to stop'
with the sign atgor 'stop’ in busses,

10. Assooiating with the place ‘n the toxt where the word appeared.
11. Associating by making a mental piiture of the word."’

1. In tho preliminary pilot study with Jewlgh Thoo'logical feminary students,

at loast two othor types of assosciations appeared -~ 1.0., assoolating a Hobrew
word to an acronym in the Tirst language (0:80y gg 'horizon' to 0.P. EpC.) and
asgoodating a vord with a porson's namo (e:.g., ofgk with ﬂphok .




After charting so.many associations, we then were curious .to know
which of theso types of associations wer:o actually success{ul in the
| sense that Lhe learner was ablo to provide a correct gloss in Egnlish
on all.-.tim tasks in shich the word appeared. We were, of course, nmldns
cortain inferoncos hore, namely that rotention over time was due to. the ‘
initial association. -

How succesafu) aro these different aasociatiol; patterna? And.did

frequency of contact with the words out of claas make.a difforance?

* .

The followink is not an exhaustive diactiséio; of- the .asaociations made .

by the‘thnteon students who reported associations,ibut rather consists
of ﬂlustntive oxamplos from five of the students -~ a beglnnor and

four intermadiate-level students, in that orders -

1. After 1earning maxane ‘camp’ through the [x] looking 1:!.1;

a shelter, a student got 1t wrong in Task £2, thie text with personalized
underli,nings. But then.it was correct in the three afnbaoqtienﬁ tasks in .
which it appeared, twlce in list form and once in a ;lasaage. + She reported
no contact with the word out of claso. 3- ,
2, A student who mede association to’the [m] in vehicles got masalt -

*truck’ correct thres times, once in text and twice in-list form, and
t!'.l-en m;g the last time 4t appoared in a text, when ghe had.to supply
the Hobrow. for the English gloss. In this last trial, we note that

tha source of her asaocia!:ic'm had beon removed, i..e;, the Hebrew En] J
This sbudent had two completely succescful associations over time, while
roporting no contact with cither word out of clasat associaticn b¥ sound
within Hobrew (ramzor *strect 1ight' té or ';ugat' )y correct all feur
times that it ap;[;eared, _twice 4n text and twice in list: ané asgociation
to Er}ﬁliah and Hebrew sound and meanin, (benatayim 'meanwhﬂo‘ to beyn
*botwean' and "time"), Sho also rado a structural associotion fc;r mgla
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*he arrives,® which was glossed wrong twice (both in 1ists) and then glosazed

, corractly in text twice and in Mt onca. In this instance, the learner
mported soma contact with the word out of class.

3. A student who associated beemtsa ’in the middle’ Hith the [m] in
the middle of the word, got this word correct in all tasks in which it
-.appoarod (three timos in text, twice in lists). She reported “some”
contact with this word -out of classs 7 | -

4. A ﬁarticu‘flnrly weak student got theo four words that he made assﬁciationa
for correct in all tasks in which they appeared, He reported frequent ‘
contact\with the first throe anr;'l no contact with the fourth. His associations'
wore laatsor ‘to stop® to the sign on tl;o bus, ‘atsor ‘stop, * association
by sound from Hebrow to Fnglish (memaher 'he hurries’ to “hare"), aa;ociation
of a word with a pici.:ura (nixnas ‘onters’ to a picturs of "going in"), '
and xegiv't ‘meoting’ with the Yiddish I_M.

5, As a final caae, a studont mde soveral structural associationa, '
one of wh:.ch was succesaful in producing the oorrect glosa all four times
that it appaarad, although she reportsd *no contact" with the wo:;d out
of clni? (yo¥iva 'moating' to laevel "to sit down'), and the other reﬂected
inconsistont results (mohanesia ‘from the trip' ‘to linsoa 'to travel®) =~ i.e.,
incorrect in text, thon correct in list, then'incorrect in list,

If general conclusions can bg drawn from these results, it is that by
and large Af students, whatovor their slans level or ;ndivid'u".l proficiency
lavel, used some associational patterna for learning vocsbulary, the words were
retained successfully ovor time. We also saw that the frequency ?f contact
with words out of clanps did not necessarily affect the results one way or .
another. In othor words, students whe made successful assoclations retained
words 6van when they had no contact with the word out of class,

Inndvertently, we wore glso able to invostigate the effocnts of a taacho;"n

.
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supplying associations for the studonts. %The inbermediate level teacher

"actually gave six associations, perhaps partly because we had rot speciﬂcal‘ly
told teachers not to supply associations. ﬁctunl'.ly, this afforded us the
opportunity to seo.whether students used the %eacher's aaaociations and

if 80, whether thie helpod. In fact, tvo of the five studen s waking
assoclations at this level each uaed two of the toacher's associations

and got the words correct in all tasks. Ancthor student reported using

one of the t\.eachor.:.s associations .and was not suooessful in lea.rniné N

y : .
the word (mitkeden ‘advances® to Jalexdt kedima ’to go formard® - association

by struocture and teacher's acting it or.;t). _Thon two students.di‘d not ugse
the teacher’s associatioosg at all. What we find here is purely augéostive,
glven the swall numbers. It appears that teachers’ean provide nsei';xl |
associatfons and that tizore will 8t411 be students who do not use these
aésociati_ona, but rather uso their own or nona at ali. i _
What, ‘then, might bo the teacher's role in vooabulary learning through
association? First, s/he can simply lay out the ran.ée o_f. péssi.bfl.iaasociat"iona
and discus; these with stl':tdonts,' thus laav.j‘..n.g the student to select _
whatever a..s;ociation s/he prafers for a given word. Or the taaoher
eﬁn provido ac'tnall_ suggested associations as ;'lﬂfl’ w&rds COmMo UP. Che pos-
e_iblo? a}aiaroaoh is to provide a .set of security words such as thoae
found in Table 2. Another appmch 13 to present seta of worda from
a given topic groups clustorod viaually on a page (see Ettinger, 1950, for
an early attemt to toach Hebrew in this manner).
Taking a more statistical look at the vdéabv:l:.ry loarning pattarns
a.ltogotherr. Figure 1 p*ovidas a graph of performanco by 1nd1vidua1
students at,each of tho throo 1wels: The graph 1ndicatea the total
number of worde glossed in Task #1 by studerﬂ:. ’ﬂ:en for tasks #2-7, the

L3

percent corract on each task is indicated. As mentioned above, the

y "
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cable
cane
cape

cholera .

climate
collar

-]

dagger
dull

b ¢ ail
frult

grade

immadiate

T'ab'.le'z .

Exsmples of Socurity Words
. for Learning Hebraw Vocabulary

table
tag
tarife
tour
track

4

~(From Aphok, Eina. “Security Words as
sn Md for Vocabulary learning.” Hed
%—-Elm (24-25), March-April 1978, 15,

(In _hebrew)) o v
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avarage oorrect glosses across tasks and across student level was 758,

The v-ery ﬂuotua:t,ion in performance from task to task prom_pt;d a further
analyais, namoly, calculating how tho a.t.rorago perforzmance on the throo

taska hwolving contextualization of vocabulary compared with the average
perromncq ,on the three tasks involving lists.i These rosulta showod

that at. ibe beginning level, tasks involving :usta were cagier (avorase

84% correct) than wers tasks with contextuslized words (averags 698 ,
corbect), whereas at the 1ntamediateflom1, tasks with ént@a‘.lizod e

0L

words were &asier (average 77% cormi'.) than those with lists (av;orago

7204 comot). This finding my suggest that only once students have
sone background An Febrow are they able to boneﬁt fron having vocabulars'
in a contexts that until that time, the appearance of words in 13013*-0&
lists simply means fmr distractions. There being only “¥o advanced °
leamro, ﬁndinga ﬂith this group are merely spooniativo. In fact,
\\, theso two ;I.eamers did bettor on the lists (average 815 correct) than ot | .

., "

the contmctualimd tasks (average 72% correct). One of the leamers
consistently got a word wrong .avery’ timo that it appoa.red .'m contcxt
and corract avery time t.hat 1trwa&oontemh:alizod (mm_ she atﬂsglos ).
Ms .’m clearly an issue for mrther invoatigstlondiith hrgor gronps.
Perhaps thoso ﬁndings simply raflect t.ho fact. that diffdm:; leartiers- -
do bottor on one type of %ask than the other,

Further statistical analysis Anvolved corzalation of the v;ﬁabloa
on the langtngel“..Background\ Questionnaire (see Appendix) with the studonﬁ'
mean performance on vo‘cab.ulary learning across all the tacks, The results - |
from ons part of, the ;:guoat;ionmﬂ.:}.a are worth mentioning hera. . A qQuestionnaire
1tem cal.oq for the followings . ‘ . _ .

What do ,you do when you’re not sure of a vord‘:‘ Let'a ‘say t.bat

you don’¢ know the word for "balloon” in Hebrew. How might you
. gob the concept across? (all time=i, somotimoa"z, rarely=3, novoxwli)

-
-

1+ We thank thoshana Blum-Kulka for mggostﬁmg this line of mlyais‘.
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_coin own words 8.g., gadur-arir "air-ball’

—_describe concopt. as procisely aa poasible; 8+ 8o cadup ml QL.

T male avir ‘a thin rubber ball, filled with air' -

—describe concapt looselyt e.g., 2o ggglvse pg vza af, 'it's

round and 1%'s blown up and it flcats’

__use a more general tormi e.g., gdur_ ‘ball" .

by .soat.ure. . .
The one significant correlation was betwasn coining a tem and vocabulary
learning. The fraquent coining of torms ¢ related significantly with
the vocabiﬂ.ary learning task (F-’i'?, p<4.05), suggesting that this strategy
makos for good vocabulary lsarning. Thers was no relationship batvéan
vocabulary laaming and describing precisely, using & general tem, or
using gestures (r=~.0i, r=.01, and r=.02, mspect:lve]y) “Describing
lossely" correlated negatively (r=~.32) but not signiﬁcantly with vocabulary )
leaming. The trend of this Jast "correlations however, might auggest
that" the at.rategy of ‘going around the word rather than producing it may

‘not lmg'l to auccaasml vocabulary leaming. This posaibility needs to

be explorod On the othar hand, the act of codning a wonl posaib.ly
indicates a croative laarning process which does m‘lato t.o vocabulary

J.
.

' acquisition over time, . .

-

.. There are a nusber of '1sguea that this research study raia_eg. One
concérn; Hﬁétﬁer the more advanced learner is somehow better able to,
ben'e{it from associations. . Such o:‘ oo_.nclusion ‘vannot be drawn from .thi.a
Bt\l;33'o - Differential abiiflt_'.y to make aasociationa l:y proficiency may be

a tmiti‘ul avenue for mt.ure rea'earch. 1t may alzo ba that the contoxtu-
alizing of vocabulary mkos vocabulary tasks maior 'for ‘oertain twpoa |
| of learners and posaibly for ﬂholo groups of students who are at a higher " o
"level of proficiency in the language. But thia'aléo would lvote -

be mveséaatd further.

There is no-doubt that the task of agking students to record the

&
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" associationa that they made actually stimilated students to make associations,

where, without such instructions, thoy may not havo. Thie, then, is a reactive
aeffoct of the raso;rch. A futuro study could perhains teach various w;;ya

"of making nssocistiona explicitly at the outset ~- i.a.., train gtudents

" in making associations. Them, also, moro could be made of Warying the
tasks such that the words appear in different inflectional forms and in
new . contexta, Also, it may be 1ntei‘éat:ing to see t;het_her it 1s easior
to mke-associations for words in a given form class == 8.g+s fOr nouns
as opposed th verba.d ‘Mora could be done on varying tasks ~- e.g., not
Just réa;ding, but also vocabulary rocognition in listening to spoken
language, or vocabularjr pméuotion in gpeaking as- well. Work could bo

»

done With free recall to see what students do when recalling a set of words

AL

Tearned the provious day == 8. do student recall the words in pattorns
that reflect organizational learning strategiea in the mind? - .
Also, how irportant, s 1t that the association bo a close one? The
" Hebrew worda or 'light' and ramzor “*street light' are cloaer in meaning
than 11__9_ ‘bei‘o * and lifamim somotimea, for emmple. It ‘my be that
© with each typo, ,}’f association such as thoso cited above (p. 11), the
more ;mcoeaaml tMmoci.atione; w111 ‘bg the ones in which-the forma being
assoc“ ated with ono another are closo: in aound or meaning. It might also
be that the emotional '!annct of a word affects mlcceaa at retontion though
assocliation. For example, parhapa' words that the learner perceives as
~ more pleasant will also be rore 1ikely to produce. succossful associations
(80e Polliri. 1966, re associates for native apoakora)'h
| A phenomor_)on that occurred on pocasion“una that & word *ould'm
glossed wrong in one’or more taska directly following learning,  but would

thon.bo glossed cr;rreotly in later tasks.. It is poasible that thias is

1. Rosearch with mativo Et;glieh speakers on word procesaing in reading haa
found that noins aro often euzier to process than verbs because they are
genomlly moro concrete (Morshall, Newcombe, & Holmes, 19?5).

et . . DD
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the result of recycling of vocabulary =- that students may need répoated
axposure to m-da and occasiqnal'reﬂ.ew of their meanings to leamn thenm
corroctlys It mey also be that there is a settling process or ros'idual '
Jlearning whereby students sort out all the various stimiili the;r_ are exposed to,

-

and that this takes time. N i

The research also taught us that the common word list idea and‘
aubsequent passage composed from this common 1lst is not necessarily the
best way to tap the students’ learning ekills. Rather, 1t‘m:.f pay to have

~ each utudsnb\‘dosigh‘ his/hér own individwalized set of wordss The common

wbnds:s- tend Yo include a fair number~of words that are not at all difficult

for at least some learnerss And there is also the poaaibﬂity of the
opposite eituation «= ds., that learners would not neco-s;saﬂl;v.‘know

_ very common words and !iguld know mc;fe difficult oness This might give
the teacher the false impression that the student doss know the easier
worda;: Q}xg. 1nd1;1dualired'approacl:_l is more chgllongin_g to i;he betler
students, too, ‘I-iore can be. done With the concept of word Usts as wall,
Such Uste fio allow for duicl_c checka or; vo'cabulary but mdy not be as taxing
of global o:r pragmatic roabulary dﬁll as c;ontextuaiizea vocabulary i:;aaka.

X The individnalizad approach recognizea J&bat atudenta do pot all begin

at, the same point ~= aven amonsg beginnars, particularly in the case
of Hebrew where some learners may have studied Hobrew a 1ittle or have

L

,baen exposed to it through religious activities, ’
o It seama benoficial to bring into discussion the varioua atmteqiea
for m-iting down vocabulary as it appears in class and then organizing
it for eazy learning.- ‘I‘hig topic ia diecussed in grea'ter 'dgtai.]: in‘\t—he
ne”* section of this report, . - ' :
There 1s also the whole issue of what it means to learn a partimular
vocabulary word, .Ric‘harde (1976)," for i;nstance, dotails the many thinga

that a native of a language knows about a word that he ﬁaaa. It s an

23




arduéua process at best for a non“native to gain mastery of the word in

all t.hoge areas, This ro‘aae{rch projoct has treated words as having’
‘essentially one denotaﬁva meaning -- rather than as having multiple;
meaninga, as some of them do. The pessarch has not daa.lt with most of
the categorlea that Richards liste, auch as the connotatio-xs of the word,
the expected frequancy with which it will occur in speech and writing,
end the collocationa that 4t will appear int Mmits on 1ts funetion

by dialect and regiaterl its syntactic behavior in context; its under-
lying foms W denotationsl the semantic value of the words and 8o on.
There 13 the further point that a non-native does not start _u],g m
but rather has his own totdl network of Vocabulary in hia native .
hnguago (Vygotsky, 1962). Thus, when he is oxposod to a new vocabulary
-item in the target ]a_figuage, he is most like_ly going to translate this
item back into his native language system, and so evoking:the uhole
notwork of emotive meanings, assoclations, connotationa, and mltiple
meaninge that he has devo?wpod for this ]anguage. Perha.pa the re'.'lationahip
betwaon thqae two networks can be explored more fully with’ rqfarenco .
to Jearning of aecond-hnguaga vocabulary t.hrough associationa.

. Finally, 4t is important bo observe vocabulary learning pattorna

‘among differant types of Jearners by age, exposure to target Ianguage,
their degres of motivation to retain the vocabullary, a.nd so forth, .The
fact that this Brandeis grbl!p was éble to gloss 758 of the words correcﬂ,v
on the average across tasks 1s an actmirable feat considaring that these -
atudpnta were returning to the UsSs within a half year and would thus
presunably have less motivation to 1'-101(] on to these words t!;;a,n n‘tlght
an imigrant. ‘




IX. Organizing the Notebook and ftudvinz for a Tosts Student Salf=Report
After six weeks of study, the students (N=19) were asked to describe

how tfhoy org‘ar.\izod their notebooks. They were asked to.wr.fv.t-o about the
ways in which thoy clussified vocabulary (if at all) and how ohoy vrote
out grammar rules. They were algo asked to desdcribe how they otudiod fof
a qui: or test. What emorgod from a-oontent amlyﬂa of thelr anﬂora was
the following composito deseription. - - - AP
Orlzanizo._t_ion of the Notebook

A popular pattern was to enter all material in one notobook tha _
atmisht-;orward, chronological fashion. However, somo at.udenta 1nd1cated,
other approaches, such a‘o aeparato sections for vocabulary and;gramn
. or one gide of the page for vocabulary and the other side for gmmar.
One or Wo students notod that they kept aoparato notebooka for class notes
and for home‘work.

Organization of Vocabulary Pntries ' :
iy St;ldonta who had a aei:arato vocabulary section from the cutset or .
who reuroto vocabulatry in a separato notabook, vgried in their handling .
of these words. Some 1iated then by topic group, othora a]phaoet.izod then,
~others Msted them by forn class (6eges verb, noun, étc.), and some even
subclassified words u'lthin form claaa (0., worbs by conjugation)

-

. Organization of Qm@'r Ut - - -
. Grhm:’nar rules tended to be entared chronologically, sometimes with

+

a box around them to sot them off, sometimes rewrittus onto a ap.ﬂooial
page. For oxampls, verbs might be displayed by conjugation, in past,
preaont.. futuro, possibly all in the first person singular. - ~

A 1ntoreating sourco of variation concerned thé level at which the
 rule was represented. Somo students would juat "inolude a sample of
languago whioh 111uat.rated ﬁho1 rule, othora would have an explanation

. accompanying this exmple, and others would havo not only the’ example
¥ ] i - .




. -and an explanation, ’pot s leting of the excoptioha- as well. .

StuozfognQuizozTegf o a SR B
\ Moat etudonta 1nd1oated that as o review, t.hey ’would go th;'ough their
claaa notes and textbook-chronologicam, focusing on vocabulary and gmmr

trgdthq- or separately Students also reviewod word liaté by, coverlng ‘
the form, in either Hebm or English and trying to produce the oqu:lvalent
" in the other language. _ L. .‘ N Lt
Students indicated a v'ariety of means foF attonpting' to, learn ;rocabuiary
through aasoliation,by topic group, by the context (in the notebook, textbook,
or wherever) that the word appeared in, by the root““or base of the wo;d, or,
, by pic’mring in their minda how the word looked. aavaral etudents said
that they nesded to say the word out loud in ‘order to loarn it.. : °leaz:mur
even a\roidod writing down vords that ho feared he would ‘forget beoauae
they saemed obscure at the time that he heard then.
P&th respoct to verb forma. a number of atudanta 1nd1cated that
they would wﬁ.te out pamdigns,, in past, present, and mture ' _
Several student.a would go back to those exorciaea or portd.ona of
. axercises tha.t thoy had trouble with and rodo then as preparation for ‘
.a tost. .. Ope or two actually made up their ogm pretend _f.oat, took i,
‘ang comf!tod ’11,. Anoth.ar ap?maoh vas to‘hav; a friend quiz them on
the material., . a c
e or two studenta sald that they wouJ.d rew'r‘lte gramatical rules
onto a separate page as a means of reviewing for J test. And one
student reported a tactic for applying rules abont structure to actual:
structures. He would take sentences from the tzxtbook and do his omm

’

aentolgce-et}uotum analysis.

Digoussion .
It Ls clear that no ond note-taking er review method is appropriate

<8
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for -all students, but the forogoin'g_lﬁndinga do suggest several things.
srat, students themselvos oan bo an excellent source of information as
to ai.udy tips =~ 1.0, how to study more efficlently. Second, students
do not differ that much {n baslo note-taking and review pattorn-a (at
lsast .on the baajja of self-repovt). Much of the variance would appear
to be 8 mttor of rigor, conaistoncy, and nyatmatioity -~ the extent
to vhich a student organizes his/her materdal. o

For example, ,.nocabulary can be olauiﬁod ina number of imaginativo
Ways beyond simplo chronology oF even alphabetized J.iatj.ng. For some
students, thi-~ “ind of 1maginativo lating may .facilitato learning.
Grammar rules can be rewritten into & #pacial section such that oxcoptiona

-

. %o the rule appoar along side the rulo as stated.

It would appear -that thia line of invaatigation into study habitn
for langusge 1eurning can be a fruitﬁzl one. :.The gimple act of making

atudonto boz‘;n}‘mo{o aware or thoi\r own mothoda frofh t.he vo*y boginning

can help them to adopt atratogiea khat are most p'roduotive fer them

as 1oarnorm o o _ 'i
It is mportant to point out that thio wes an o:lplomtorg affort
at dotormining what activities learners engage in rogarding tho organization .
of notebooks sdd studying for tests. Now that;typoﬁ of behavior have 4
“been identified, it will be possible t.o ‘prasont 1oorners with a mo::o
structured form of questionnaire so' as to determine whether more. success= °
o Jearners are wore prone to exhibit certain behaviors. The data col- )
1octed in this pilot aoffort do not show the poorer learnsrs noooaaa.rily
to bo. laoking organizational strategios. Quito the contrary, one
or two of these_students reported some.of tho nost imginative atrategioa,
' such a.s composing, taking, and then adcoring one's own t.eat.
A Puturo questionnaire could check the presence or abgencoe of those

study behaviors t_aoroaa' all studonts, and if the behavior exists, the

d 27 - o




- 25

fr_oquencx and consistency with which the studente use it. This Quoatiorﬁiairo
would also ask the learners to explain why thoy organize their notebooks

.’u; this manner -~ o0.g., because a teacher, a peer, a parent suggested

tﬁat t:.hey do it that way, bec;auao thoy themselvos determined this to

be an effective uay to l;aam, o i)ocauso tnds was the oasiesf way, ot;).

Another idea would be to collect and analyze the strdents’ -otebooks
to compare gelf-report"fqata with their actuul parformnce data.

| Y o ‘ -
,III-Qgssroom Goservation of Communicative Strategies agg Student Veriﬁgtimi )

'I'h_'mQ aoctiqn deals trlth ‘the insights to be gained from empirical
. obsomtion ot. comunicativo stratagles in tho clasaroom when ooupled
" wAth verification by the studenta thenselvas. The stiidy'was prompted by

,—-——— the fraguently 1nconcluaive reaulta of claasroom obaemtion alono (see, -

— — e _

for exanple, Haiman et al., 1975). The rosa.rchors attempted to complomsnt
< obsermtion with 1ntervhntion, in order to oorroborate or rofute the
- intuitive ‘reactions of tho researchera, The reaearchora sat in
on a dozen - \cl;sa sessionsg for a :rﬂ.nimum of. an hour saeh time, in an
effort to identify.informative moments in the learning procoas w= 1084,
momenta in ﬂhich the at-udgnta made a particularl.v revaaling type of error;.
achieved striking succoss, “or patised 1n confusion; as well as moments
vhen the studeni~teachor ‘1nt0raction led to student confusion poaaibly
resulting in erroneous uttorancoa. : ‘

- Whoreas our original intention wae to let areas of ;onspiououa
sucoess prog{do opportunities for 1nvestigatffng cormunicative strateglos,
1t turned < a1t to be easier to identify p.né Iinvestigaﬁe areas of difficulty
i?qcm_me.t.he errqx\a that arose called attentlon Jto the problemss " We were ,

' n'oi':,‘ in fac}, astruck by exceptioral aucooaﬁ. It may have been that such

areas of success were not that common or at least not conspicuous. In

L

4. Ve would like to thank Joan Rubin for her helpful oomments on this !l_pi-at.udy;
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fact: not that many oceasiona aro;e in whicp oom;tunicative 6rrors seamed
to merit immédiate foedback from the studont as to what stratogy s/he was
using. Part of the problem le that students do not do very much talking
in these kinds of olasaes, and. when: they do talk, it is OMA orchestyated
b;* the teacher. ' o _
It becamo apparent that it was best fo get-student feedback as 'aoo;m_ ~
after the event as possible. - Sevoral t':ime,a the class session was actudly .
interrupted ;1h order to aek the learnor what a/he was thinking when s/he
_sald somothing. These intorventions were uevally informative, -but
ti.’eci gmuallv distract the teacher, In one case, such intervention led the
teacheron a rather lengthy digreselon. The more effactive approaéh
was to talk to individual students or to groups during a break or at
th;a ond. of the class session. ' The approach of asking students to '
“retiospoct on that they eald, even only a day :1ata_r,— wae-found to-be ... . w
only about'SO% offective. . .
Tt should also bo pointed out that teachors rusented ha'mg_ their .
etudents ol;servad altogother. Even though we told the .taachara ihat. wo
did not come to evaluate them, they were uncomfortable. Alno, the very
fact that there was somsono in the claseroom may have changﬁd tho nature
of student participation somewhat. However, some reactive effects
‘t::f classroom observation are unavoic!at;le. ‘
The dats to bg prosanted bolo;t h;:ve been organized in the following
way. First, each instance of etudent communication repc:rted on contains
in 1% some doviant form or forme.. In all casee, the studentls explanation
for how 8/he arrived at that form wae @,t_; the explanation that the reesarchers
would necesearily have prodicted. Bach student mentioned in the disoussion
18 aleo identified as atudying at the beginner (B), intermediate (I),

or advanced. (4) level, and as bolng a good (), fair (£), or poor (p) _ ‘
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_performer generally (on thé busie of class grades, success at learning

ﬁ‘?abuln}y words, and so forth). Thus, it is poaéi‘bl'u to evaluate
'aﬁidmt strategies in terms of class level gnd‘thu student’s individual

ny
-

‘ proﬁoimoy.
’ t‘l"he lnstancea of comunication are also labelod according to the

type or oomunicativu utmtegy most likely refleoted in the given ca 86,

~ and theae atrategiea ave, ih turn, grouped as to being good “"bad, "

‘or neutral.\ ’I'hase ratings are only suggeative, and not duﬁnitive s:lnoe,
. for one *I:hing, .a stratogy that is good for one student may be bad for *
anothar‘.‘ Also, the ratings are more intuitive than mpirioal, in that t.het
are based dargely on the resaarchers preconoeptiona about succoaaful

- aocond-languagg» atrategius. Tt must also be remezbared that in ﬂl
caees both good and 'bad atrategioa led to deviant foms. In ot.her words, - |

the \e{mtegy can’ he a good one Jeading nonetheless to a deviant form,. -

But then again, the proocess of language leaming 10 one of continual
experimantation and, hence, charactorizsd by the comitting of orrora

». -

on the my to mastery.

Good Comuniélatize Strateries
1w "ll' aut.’m a_verb fgrm through assooiation S - :
'I'he fjllowing is.an exarpla of a atrategy that could only be revedled . -

t.hmugh que tioning. In a- dialog uith a fellow atudant. a studonb (B/£) .

asked whore she’ would bave to gat off the bus, ‘as fonow, e & apd ? ‘,-; LU
- ‘where I (no auch form)?' The correct form 1natead of m ie ered

*T will got|off.? The. students had been axposed to the future but had
not achiov prcdl‘uctiva control over this tense at the point of cbesrvation.
The student ‘axplained that she lived on a street called y___x @;&
and knew tha the firat word of ;Jm strost namu was also dérived rrom

the varb laredst 'tll.o goet off, go down.' The prefix of her verb forn wouldu
\ ) ,
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. sugge‘at thét she wns constructing a present tense form in plaoe'o} yg;_q_q;_t_.
Fron her oxplanation, 1t would secm that the first part of her form-is
takent from the street name. It iay also be that she 13 uging the third v
persozi future prefix x,;;za in yored ‘he will got off.’

. In any aveni.:, i:he learner is using association to 8 street namo

to help in commminication, and this, 1n 1tself, is ; ﬁiu_é_(?é?t.‘_h'iwﬂ?ét" T o “

section, on vocabulary learning through association). The craat ive process.

ravoalod hara ia much ]ike that of coining a new word, which was shown

to correlate\'poaitively with vocabulary learning oyer time (raportad on -
" in aent{on #1). : 3 BT

B

2o Genanting ru'leg )

Generating rulea for how the language works 13 a t‘undammtal procwa
in -laqguage learning, and hence is rated-as a - good strategy. A ‘host
of error analysis studies have damonstrated how the appearnce of errors
in learners speach may be an excollent 1nd1cation of the stage of rule

_ development in tho learners’ 1ntar1anguage. For example, one student

generated « paaa.’we verb form by conbining t.he paaaive fom for the first
conjugation, pixtav ‘it is written,* ‘witt; t.he past participle, katuv ‘uritten, *
producing *nixtuv. The student (I/p) said that she thought pixtuy was the
- —passive structure. ‘l‘hia'tn;e of error roflects an active process.of pule
construction. Another Oxamplo of r'tlle formation was the followingt
%ol drarim ‘all the things,’ with omiasion of the daﬁnits artiole. ha «e
. kol hadvarim. The studont (I/f) explained that‘ ghe ﬂaa making an analogy
t;a kol yom ‘every day,' an expression not oonta'j.ﬁing. the definite article.
JIi; ghould be not.eé! by way of qualification that generating rules
is a good strategy among flaxiblo lonr{')gra, who will be will;né to discard

an incorrect ule and introduce another more corroct one.

L4
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Ba Commnicativo Stmta e .
1, Ngt attendin&to tha question in itas entiragz
The teacher asked a studont (I/p) when &nmel Banagid hved. and

the student said when he died (mot 'he died* instead of m *he lived).
Tie student mpor}‘:ed that he did not pay attent,ion to .t-.m whole dne;&tion._
It a_hoﬁid‘ba pointed out that- this student did not like the teacher, and
so wWas éanerally uﬁcoofo.mtiva. (Hl;on a new tmchai- was intpeduced afte;r-
three montha{ his parfomanco improved somewhat. ) It s also poaaibla,

of course, that the studant did not yet bave an effectiva goneral stratogy

for loolc:!.ng for the topic 4in 8 qnaation.

-

2. Feld gjgg ndancel Diajraction from ma matorial 1n the mmdinta gogtm

After tho teacho} had exphin?,d tha difference between, alir 'rich’ and
ani 'poor’ and after a pari:icular]y"atuéioua pupil (b/g)- had asked for a
clarification as. to wnich word meant whal, this same atudent aaemed to

] 1 l

B
P

. eza 18 yol do _l_lg o kasef? 'Hhich man haa a lot of monay?’
The atudant answered, api ‘a poor man.* In 'questioning the student as

bave confusod the two., The toachor agkodg . A

to the source of confusion, she explained that once she heard jio;" she assumed
this to be the homonymous negative particie 1o and inta_rpreted the question '
in the negative, i.0., "Vhich man dooen't have a lot of monéy?"i
Although tho negative form would actnally bhave to be em rai:her t.han 20,

the important point 4s that the learner heard what she t.housht was a markor

- of negation. This is an exarple of what wo are refa“ring to as "field
depondence” ~- 1,6., distraction causod by a word at the luzal level, in
the immediate context., What 13 not éloar is whethe? this 18 a fixed
oognitiv:: style, or whother 1t 18 possible to train a learner to be less
fie‘.ld dopendent -~ 1.0., to bo more cognizant of the J sger context so
as not to bo misled by local diotmctora. If 4t is possibla to shift the-

32& Hobrew is rich in homonyms, which creataa a problem for the loarner. for emmplo, x
or

0 are t o rd t aound tho same 4in ourrent Hebrewt
hamporane: b;ga 8sp c:;al words tha kara "1

‘he read.'
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laamer from ona etyle to anothor, then we would ‘refer to ﬁold dupendence
as a ‘"bad" stratogy, with ﬁ.ald Andependance being the good" strategy.
3. Grouping words in the target Janguage by aougd alone
A student (Iff) said hirgls bsarets °*he calmod down (somoone) in
Tsracl® instead of higia basrets 'ho arrived in Israel.’ 4 sald that,‘
at 'aome time'in the pae’: she had, wi.th the help of a dictionary, grouped -

’ together four vorbs that were aimilar in sounds  lehargia *to caim down,
Lohggg ‘4o arrive, lohargll 'to accustom,* and lehargid *to feelo .
&xe then leaﬁnod them as a group and st the moment whem retrieval was
necoasary, she selscted an 1nappr0priate member of this group. Thia 1s,
in fact, probably a bad strategy ~ 1.3., grouping by einﬂ.lar’ity in sound
without some ﬁlrther means of difforentiating among the words. |

t
4, Focusing onl.v on the word "level *

There wore soveral cases of learner attention in reading focused
only on 1ndividua1 words, ‘without psying attention to the context, - " For
“exampls, one atudent (B/p) asked sevaral times what ma __gg_ *enough® ‘meant.
xt seomed’ 'like .an easy enough word. The atudent explainod, howevar,
that she confused 1t with mastik chewing gum. JIt is intaresting
bere that context did not help to disambiguate the word for- her, but
'rather slmply added to hor confusien. - The atudont wag thus operating
at too local a Jwvel == nuot looking for c?‘.tlo,cations,‘.for phrasing.

What makes the above strategy “bad" is that context 18 e‘saentinl
in the accurate comprehension and production of lexical A€ems, even for
_ natives. Of course, the vocabulary learning study, reported on above,
suggosted that perhaps beginning learnora.aometimes find contoxt to ba
more of a hindrance than a halp, until they guin greater mstory of the

. 4

basicsa.




5+ lack of structural amalvsis of a word - ‘
Thle is more accurately the absence of a good strategy, nately, word

K andlysis, A student (b/g) asked the meaning o'il"a vord wrifton on the
board, xug ‘department,’ after the tord had been d;a;'ined and used
extansively 111 _tile Yasson.,. “ He 2xplained that in the discussion, the word':
Had ouJJ beon uaec’; in its plural form, xugim, and so he did not recognize

‘ t.ho word in "th“e aingu&lar‘. This was & good student who did not have ..
mblama H:.lth singn]ar/p]m'al relationships in goneral. The "bad"’
‘atratow.-ia to 131; uords go by 4in listening uithout not.’mg 1mportant
structural foat.graa, such as number in the case‘;of m-mgi_m
Neutral Commumnicative Stratg\éi%s_ . T

Yo 1deni:1ﬁ.ed at lenst four. stfa.tagi‘qp that may not be _1nhorent.1‘y
good or bad,. b1t can- be eithart guessing, transfer ‘from the native
,languaga, tho use of unanalyzed material, and the preplanning of a ;hrase or uttem.

\

1 Qreating forms throug!_x gue ngng ' , ‘, .

" Ribin (19?5) would suggest that the. learner who 15 wﬂling to guesa v
100, the Iearner who is comi‘ortablo in the face of uncertaint.y =~ nay

ke the better 1earner. ~ But of course,. gueaaing—is -More likely to be.

a good" atrategy if the learner is an accumte suessar, leae, efﬁcient

/

at gathering and storing ‘information and at using clues. It ray be that , =

guassing ceases to be 2 good atrategyoonce t.he laarnar reaches a certain

L]
-
"

stage, for emmple.
Ono pupil (I/f) noted that she did not have her verb3 sorted out
according to’ conjugation-and that she Just guoaaad from time to time —
not on the basis of any. particular analogy or associations Two examplen
of guessing wero the forma *lezakor, aecmingly a third con:jugation verb,
1nstoad of J;; *to remomber,’' a first conjugnt.ion verbi,,a,nd *13__1
- instoad of bi¥el 'he cooked.' Tho researcher misht. of course, queation

the ]!aarner'a_intorprotq.tion thgt she 1o not making any generalizationa.

o




b 2. \;\' .
Rogarding the second examplo, it oou.'!.d ba o.rgued that the a,.of b _i
is by analogy to -the vowel in first and second peraon ainsular and 1n
" first person pluml respoctively; bifaldl, bie‘!alta (maac l_ﬁL t (fem.),
and b_ﬁgu. Tot different students cnn arrive at the same deviant form
in differant ways., And it is r-msonable tooasa_ume that guessing is one
" 2. Transfor from th\native language

-

Resuarch on lgnguage trahsfer has 1nd1cated how tranafer can be
quite helpi‘ul in that there are\alwaya similaritiea across languages,
which the learner can draw on to lotisen the learning burdon (aee Solinker,
1969).. On the other hand, tranafor c:m also produce deviant foma, as
when the two hnguagea are difforent with\yspect to the given structure.
The fo'.'!lowing is an example of tmnafor which\% this case produced
interference (henco, negative tra'lafer) =~ but interference which was
not obvioua to the observer and wag" rgveale’c{ only Jthrough atudent
1ntrospection. . The case in point was a atudent‘ a’(B/g) use of the

past tense _in Hobrew: 1n ‘giving directions t:q.aomeone as to how to get to
Al ; | e

a place: ;*" \ y
*amray raitf kfar raxol... aﬁser you've seen the town of Rachel...' .,

Aside for the three local errors «= 1n tho uae of the maaculine M ‘You

_ saw’ 1natead] of tha ferdning rait you qa.w"“athe accent on the last syllable

1nat.ead of on tho aocond (m{ta),‘ and the abaence of %o 'that’ before thd
vord (axaray Ye. !e... ), there is the i‘urthor pmnt that in Hobrew the ‘present perfedt
tonse (o:q:rossad'tarthe same form as the n‘.‘l.mplo paat) is not used to indicate’
future poffect (.64 "you will have seon”) as in English, In Hebrew, -

" the simple future inflected for second person fominine, 3;_:_'_1, is co.lied
for. The investigator realizdd that interference was the problo\m onlyfai}
the moment .,that tim ‘student gave an En_glish oquivalent of what ;he hgd'




' wanted -to say.’

J+ The use of unanalyzed material ' ,

The uso of unanalyzed material (1.e., certain ritualistic social

- routines, such as greetings, invitatlons, apologi&é, and so forth, .aq .

well as othor units learned as 4 whole) has beon shown to be an effective

medna of engaging in commnication during the initiai stages of sacond- ’

', hng;lase learning (seo Fillmore, 19?6). . The following is an e:amplo of th. use- of
unanalyzed mterial, in this case producing an error. "A atudant had

found in tho :éit’:i';ir;nary the form naasa *he becams ¢ for uae 1n a c‘.laaa ‘

f:-alk- (That dictionary preaents verbs 1n the third. person singular fom-) :

The toacher wrote this form on the board, Another atudent (I/g) wag

agked to discuss what the first student had said, and ahe aaidz

harbe xofvim ¥eyisrael tsarix *neasa yoter gado] ‘I-hny‘ think
that 1s a has to become bigger.

the took tho verb fom in the inflected form n aasa, and uaedw‘g/ —

' NS A

infinitive alot,- leheasot—-‘i:o becomss*  The student axplainod that eho :

simply toolc the word as it appoared on.the board and, that. the teacher s
‘axplanation was "too quick for her- Tho confusion may a‘lso have bson
because the teachor did not give a full glossg = ia., 'he bacau,

“bo become,* etc. The teachor explainod, "after c‘.laas, that she had
pu:posely ginn Jittle attontion to the form becauae it was ‘boo Yough
for students at that Tovel." “This axample ;llustrates how a atudent may
use a f;m.emctly as 115 appears in class, without analyzing it to

" determine the approprinte 1nflection of ‘the form in the given contaxt,
‘ ‘It also illuatrabea‘ how aimdenta, particularly the better Ones, pay
attantion to a number of things,” even what taachers may wish to- pass
over 1ig}~t1,> or- avaid discussing. ° \

Actually, the uge of unanalyzed: mtorial\acoma to be mat effectin

(14009 non-error-pmduoing) in the ganoration of\pat phrases, such as

N
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ma Lxpat le ___@,_ "‘"wh-at differance does it make to you? and the 1ike. Probabls;
because they appear as one unit, rathor than within context (aa with nna )s
there is more 1kolihood that they will come out sounding corraot.

Fillmore (1976) pointa out that Jittle by little the learner begina analyﬁns
those phrases and usim; elementa of them productiuay . .

k,  Preplanning of a phrnse or utterance .
Wa found at least two typos of preplanning errors ~~ one in the inqoin;')lotq
production of a8 con'atruct form and ona in the lack of elisicn in an entire

a

pmplanned gsentence. Thia area of preplanning may be'a good example or

where a comminicative strategy is good for some learnera and not for othera.

Of course, under the proasure of a comunicativo aituation, preplanning

U

'‘may elow a lea.rner dewm’ and possibly 1nt.orrupt the flow of conversation..—— e
* The following sre the two examples found in t.h:l,a atudy. One atudent ‘

(;/ 8)_-uaed a noun in the construct form without its acconq:animmtz" -

- z0 a.l**harrdlxomat negod haaravim 'It's on the. war against the Argbs.’ o -

In construct form, ﬂm ‘var' becomes milxom 9 and the definite artiole

bha is dropﬁed. ‘-The studaz:t e:q:lainod th&fr ahe was goi.ng ‘to use a construct

‘ 'form, miixemet Zodet hayamim ’the 8ix Day War,' but decided .against it

Fad -
-

at the last minate. . . .
- ‘ . . T
Another student (I/p) produced a sentence in which' he neglected to
use the obligatory elision botwsen the proposition la *to' and the

definito article ha 'the,’ 1.e.s g. ‘He saids '
latet adama #ichagravin 'to give.land to thg Arabs’

He explained that he had not _recoiira& formal instruction concerning~;shaion

but:. ¥as aware of it from his swdi of Fronch, He gave.as the Lo o
explanation for this error that he phns out ocach sentonce in its en;:droty
before he speaks and then gives the wholo sentonce, whoreaa someone olse’

nay utter sectims of the sentence as 3/he is producing, it, pausing botween .

»
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~8ections. The implication is thsi:. sonsona who ;Jr;omtes the ”ntd‘l-cegf |
in soctions uitil a .psuse betw“e;an each one would pay more sttention to a
matter such as e-llision‘.\\lt appcf:lrod that this..lcarner was more caught
l.!.p in the proc:asg of chooaing vocab@ary and ayntaotio pattorna, ~thin 1. that
“of considering phonologlcal \sctually, mrphophonemio) adjustments . ‘
according to the cont-axt

Discussion | e ' _ . T )
We note that I;oth good and bad commnicative strat.egies appearod

' -

across olass levols, and wero used both by better snd poorer_ studentr’/

Ua slso‘note that the comunicative—stratagies 1d0nt1ﬂod are just thoso

thatremergea from 8n 1ntrospectivo investigstion of reasons for learners’

errors. But instead of providing an exhaustive list of commnicstivo

stratogios, this soction has attempted rather to: demonstrate how
‘difﬁcult 1t 1g for an outside observer to establish the’ actual source °
of the error and to identifry the leamar strategy 'being employad ﬂithout

)
HE S
H

consulting the learners themselves.” o

& ]
3

It 13; of vourse, true tﬁat lesrners may not_ know why they producad
certain forms, or may be inaccurate in-their explanstions.  The important
point is that if the purpose of observation 18 to find.r;ut what the
alearners are doirg (thinld.ng_, procossing, etc.), then cl}saroom

oi)sowatidn needs Yo be couplod wi'th g;lore int@rventioriisft tactics such
as gétting students t; introspect (or rotrospect at short range). ’

This phaéo of the research mis‘ad somd real questions as to what
"go;:d“ strategios consist of. For exampil:e, o the use of i:rnsd
association (ss In gni yariya -- association to e street mme) actnally
a good strategy? In the soction on vocabulary learning (above), wo' -
also raise the issus of c'losonoas of ascoclation.” Also, in waat. instances

T4
L
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and with whnt learnera might proplanning of utterancos be a "good®
strategy? Perhapa too much proplanning is detrimont.al, parﬂcularly
. for certain types of learners. Theso questiona warrant further investigation.

* !

1V, Test-Taking Strategles - .

a

One of the moro\Sromiaing aiu‘r,cgg,ofaé;r{s ta into testing at present

has obme from the,ﬁeldﬁffgﬁnométhddblogy. Etlmoﬁethodolo‘giata ask
——'—"-’-’-‘-’f ’
o "what processos students actually go throuwgh whon they take teats (aeo

Cicourel ot Al., 197#) There 1is a growing int.ereat 1n the th!.rfing
’ procaasea that, brought the loarner to a cor*act or an incorréct answer. . -
"In t.bis 'lino of investigation, we look cnreﬁllly at what 1s Yeing asked

and at the expected va. the actual responae proceduro (using the test

\taker a3 informant). We attempt to locate the source of dii‘ﬁculty
the tost item or procodura (Cohan, fortbcoming)o.

In tha apirit of this proceas~oriented approach to tesﬂng, we
oonducted an inveatigation concerning the atrategiea that the atudonta Tl

f

uged in taking exams. After the students had taken t.beir end-of-gummer
examn marking t.be complotion of two mont.bs of’ 1ntonaive Hebreﬁ training,
v went t.hrough each uxam thoroughly and 1dentiﬁed points for discussion

: w:lth‘ the students themselves. Theso points primrily reflected types
e

of a;;'ora that might provide insights into thestrategies used in test ‘
o . - . )
Staking., Studenta net 1nd1ﬁdually‘wii=h an investigator approximately
-8, week dftﬁr they had taken the exam, and wero asked to comments about

&'

/" gomo ten=to-twenty points in their exam. (Frequontly; studont explanationa *

*

. for their performance were difforont_from-prior mcplanationa that t.be

rescarchers and 1intu1ted )’ Responses to thene querios were content

nnlyzod, and ého following reflects a brief diacuaaion of sgone of the . ’_

atmt‘.ngioa that omerged -- i.e., strategies that students themgelvesn ‘
toﬁﬁ » Hence, the follouing diacussion 15 not exhaugtive

L] . . \'
. .
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. )ﬂmm;iea, but rather suggoative of a fow such atrategies.
Thers 1s some overlap across categorlea. as wello .
1. Inco ote Analysis or lack of Attonti
As a recaptive atrategy, students would not neceaaarﬂy process t.he
' entire 5.1;ama atimulua, but only part of it, and answer that part. Our
probe made 4t elear Xhat students who do this are not neeesaarily bein’g '
caraless - 1.0., answering too quiekly or haphazardly. They may, 1natead.
.ﬂimply not u\r:derst@d a word or phrase in the item stimlus. The' strategy,
| ‘then, is to forgq ahead and answar what they can on the paaia of what . '*‘
-they know. This approach 1s'al.jlght1y different, from that reported in ‘
ﬁosénfeld (1976), whereby students read 1ittle or none of the 1:_13truof.iona
before doing homework excercises. In that case,: the°studants felt tl:;at
tht‘ay knew wha* to do-and did not need to dwell on the question.. In
the current research, atudents ‘would only incompletelv comprahend
the question- T A : .'.3\_ oo
As a -productive strategy, (.00 a atratogy for Hrd.ﬂing in the target .
language), studanta would IJAft material 1ntagt from an tem ati.mulua or
fros, say, a passage for use in an dnswer. The resudlt wot&d be verb '
.f‘orms incorrectly inﬂeotod for person, numbor, gendor, or- tense;_‘\lrerba -
mflecting the correct root but an 1ncorroot conjugation, etos |
We- obaerved a vardety of atrategies for producing, say, a verb form
- when the r’nles for production had not been leammed (prasystematio at-age)_‘
< op were loarned with eystematic deviancies (Corder, 1971&) 1 atﬁdents
d‘ld not know the correct verb form, they would use the 1nﬁnit1ve, take
a fom from a tense that they know, tako one inflectional ending and
. gonerallize it across person and gender, ‘take an inappropriata tenae from .

‘the stimulus and simply. qdqv-gha prefix for person, and so 6n. ., *

Another strategy for prbdud'tioﬁ was aimply.to use prapéokaged, .




unanalyzod material (aa dascribod 1n the above aectioq. on comnnicmtive l.,»_-

ntratagioa) and combdne 1t w!.th analvzod foms“. For oxample, gi\ren

that Hobraw prepositiona like mi "from can be preﬂxod 1to the objeot .
. " of the prapoaition through e'.l'la’lon (mi -ln-taad 'aide = gs!l, a atudent
. axeams thia form as one. word and then a"ﬁxea another prepos“ tion to =

- 1de

. 11; Oh an eXAM," 6.y *bamitsad '1n from a sido,’ 1ntendin3 "on a eide.

2. Iocgl Procesaing/ Fiold Dopendence }
A category mlatad to 1ncomp'let.o ana&yais 13 that of 1ocal procesaing

2

w!.t.h diatrac{ion from the field -~ henca, fiold dependence {as diacusagd
in the saction o conmmn}.cative atmtegies,abovo). FReld despendence
implied distraction from oloments that are in the 1mediate envirt;lﬁ;lent
but irrelevant to the language processing baing called for (Cohen, 19??}
For exampls, 11‘ the lesarner uses a plural vard with’a aingular subjeqt )
bocausa tne intervoning indirect objcctia pltlral, thia would be termed .
ield ‘deperdenco. ‘&:acifica}ly, in *hayu lanu mem _&h “"there were
to\s a'new governmont' (1it.), the leamer producaa __gm_ *there Were’
ingtead of hgm ‘thers was® (fem.) out of diatmction from Lipu *to us.'
D Teat—Inducad E_zg_

At first glance, it would appear that this category of teat-igducod
errors does not fit under student strategics, but the type of tost will
very often influonce the type of strategles that tho students .will'uae.
We encountored a certain rumboer of'in;t‘:ancea where students were called
. upon to use their own bea‘.'_. powers, of diacdrnménis, discrimination, ‘and i . _' _‘Q‘
analogy, 1n'ans:ror’ing tost items. They had to use thelr "own test powe\z"a“ .
beeause they were in a sit uation where thapy could not aak for help, -.‘I'he.
inetargcoa under discussion were prompted by. the taachor 8 1n§b%ﬁi‘6‘n‘
of new forms or forms that tho studentis had had only infrequent expoauro

to., In auch ca808, studonts uould not discern that thore vasa difforenco '

-
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'betweq;u, 80y, a givon vert form and forms in a conjugation that the att;dents

erroneously identified it with. For ~xample, when given the form motapsin

*they clin'b: andesked to give the third-person nlural past tense (tipsu),

a fair nusber of students wrote *motapsu. The students were probably miking

: e_rrdneoua visual ‘and #uditory analogy to anc;the; conjugation, since.the ‘
preabpt-tense form (motapsim) is close to the hitpael conjugation in form,

In anothor case,.the ltam atimul'ua had a verb in inf"lected form an;

the students were. to use the verb in the infinitive in the response,

Noither word 'waa that familiar to the students, and they tanded to use

the atimylpa form éncomctly in their rasponse, prima?ily as a weans of

| afpphfying the,.taak. } . .

4. Use of F;faquent'.lx Heard, Popular Forms . o

L

Saveral atudents_‘ reported that they would sometimes select forms

-

e:l.mply_'becauae these were the forms tha% were populari forms that they “ )

heard mos;_: cften == 0.8+ diber 'h? aboke° when they-é}‘:otﬂd bave used amar
*he #aid’ I?anaﬁim *yisraolit ‘Israeli people’ (ad:‘l. 'in‘fam.’:;ing_-) instead
of" mﬁiﬁ Tisraelin(adj. correctly inflected for plﬁ?alj. The interviews

. with the students brought out the point that suoki errors as these might

wall not occur in nz}tural' cbnimunieqtiwé‘a situations. However, when under

the prossure of a teétirigo‘-gi;uation, atudents my choose the i.nitial v
‘form that comes into t&m—;-}heada. e.g., ML instead of amar. .

5. Looking for_a_'i‘rfi_g_l_g R a

Students reported Jooking for 'thc; trick in a éiven iten an:d trying
to avold committing the arror or:’;rrc')rs that this item was testing for.
For axamplo, whon glven a sentence in _Ehgiish to‘tllé.nalate into Hebrew
(0:g+» "I want you to write a lottor."), the student said that she knew
there was a trick but could nol romembes what ift'uaa exaotly. ‘ame‘ knew
'that she could not use tho infinitive like in English. Therefore, she




used a pmsent tenso ,fom of the verb in the roquired relative clause in
i{e;:\:r.a.l:. Howsvar, the tenae of the verb in Hebrew mist be future (ani 3.“?.3?.92
ng tixtov mixtay, literally ‘7 want that you will writa a letter ). e
wrote kotov 1natead of tixtov (presont tense instead of future). -

6. “Purpo siva Onission ‘ . .

There was mention above of incomplete analysis as e receptive strategy,
1.08., dealing only with those parts of an itom stimulus that the student
understands. On the productive eide, there is likewise tho purposive

]

oo :
omission of materinl. For axample, in one case students were agked to

translate from Eﬁghsh to Hebrew. A student reported leaving out an -

indirect pronoun because he was not sure how to say it and did not f;:el
. that it was important. i

| 7+ Translation’

Saveral students reported tho use of translation as a test-taking
sfmtegy. Cne or two would write out a complete na.tive-language veraion
of a given text before answering quostiona abont g, They said ‘that this
made them Fool more secure. Others would at least tranalata questions in
their entirety into the native language before atte:q:ting to angwer them.

8. Transfer from the \aLtive tive lanzuage

Not so0 surprisingly, students would often produce forns that werYy
the direct ytmnsllation equivalent of_foms in tho na'cive_ language (e.k\.r
spehamaslul *in a the track,' ,1nsi;oad of bamslul *in tho track'), In\
soria cages, tho tendoncy was reportodly so strong tl:.at students wo{lld
consciously irdulge in.interferonce avolding =- namely, trylng not to
choose forms that were ]:ike those in the nativo language {even whers such
parallels actually wera corroct). . .

9. Ovor-Corregtion ‘

In somo instangos, students read over thely tests and made changes
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such that the new answor t;ac wrong, whares tha. oriéin&.l answer was correct.
Honca; the students® first instincts wers accurate. Possibly the students
ovor=corracted I;ocausa tho' teachor reqv_aastad that they chack over their ~
work carefully. .*\leo: | students may have been too quick to assume that - )
they probably a;q;uered.incorrectly the first time. _ This is tn-issue ‘9:{_‘“
confidanc‘ea’ as a learner in the face of inevitable imperfoction whilo‘ learning.
The rosulta of this study suggost guidelines for ways to improva
test taking. St.udents could be forewarned, for example, through a set
of suggostiona about how to take taata- ) " Such tips could ‘lincluda
the “ollowinga o - ' S -
(1) Read the directions carafully and pa¥ attention to the entire
itom stimulus. DBe aware that clues to the form thit tha answer is to take
(0485 tho tenss to use, word order, ka;t{c. ) are often found in the question ‘

r

itself,

(2) ‘Phy‘attention to the relationship of olamer_ai;a to one another,

and try to avold being distracted by elements that a:j'si h;relevar;t“to
the task éttf hand (e.g., eloments that e;u;gaat a dii’fe;reni.; inflection
from the one called for). o C : .
(3) then having to deal with new elemonts in a test, scrutinize
- theso carefully within the ar;tiro context and avoid being misled: 1.33'
foatures which are conspicuous but which load to the wrong analogy.
 (4) Avoid the temptation to c'hoc;a; a form simply because it

appears or is popular..

(5) Do not assumo that thore is always a trick to answering an

.item, ,but if tha item is tricky, try %o identify all the necessary operations.

(6) Go along with instinot. Do not be toc quick to ocorrect items
which may be correct to begin with.

L}




' bono ‘

Clc;arly this’is only a start. The ﬂndinga from t.hasa four Edni-atudiea
still do not provide very wmany deﬂnitivo guidalinaa for the langmge
learner in easifying the. learnipg prooess, Yot we faol that some of

" the 'baaic\adare hers. It appears that word associations can help yeduce -
" the learﬁing buréan, and we have found that maldng asaociations. does not
noceasarﬂy come automatically Instead, possible-assoolations ghould
: prob?bly ve 1aid out: to the studants more explicitly. -

-

. Second, studanta could benaﬂt from tips concerning tha organizatiou
of notobooka and ways-to study for tests. The feeling we got was that
. there was too little organization other than straight chmnoiogigal
reeording.;and reviowing for tast.a. However, 'the particular alﬁter'nativa
abproachea to recommend {@.gey vocabulary on one side, gramm’r on the
othert a separate section for vocabuilary, organized in a saries of
ways; special handling of grammaticetl rulea, etc. ) are still to be .
daterminaq. This study proved purely descriptive of wa.}:a in which-
studonts do suc.h things. Hopofully; t.‘uture resaarcl{: w:ll'l Yield a set

of guidelines that students could selec’, fz:c‘;m according to i‘-heir own

learning needs.
Hth regard to the classroom obsorvation.study, we think that we -
- validated our mathodqlogica_l point -- 1.s., that in onda:" for the
| obgervar to identify the comunica:tﬁ;e. strategy that the Jearner is
using, s/he may woll have to ask the learner himse1f/berself to 1ntm'spact:—
Wth respect to vhich communicative strategles are good and which are bad,
thore appears to b much work still to do, Our categorizing here has ben
more theoretically- and intuitively-based than onp:lriclal.‘
The area of test-taking strategles is, indeed, a fascinating one.
As said above, researchers are just beginning to apply tho ethnomethodologist’s

?
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‘I.an -e ck ostio naih

1. Plaam :'mdicato the languagos that you havo baen exposed | to 1n tho ordor :
of axposure, ntarting with tho native Janguage. .

) Typs of Exposure " Understand Engdgs in | Read {Write -
T(.a:_}gpag@ At Homel At lichodl § Cther Conversation]| Converss j Mag.{Comp. "~
i ] . .

- 42) » — —1
(3) : _ . )

. —

(%)
5

. : AbTity: Baexcellent, G= good, R:fair, .
Y - : _ P=poor, ¥=none. :

-

Flaase hdicato your overall exvosure to Hebnw. ‘

Forml Study Inform) Exvosure/Study (Approx. Time)

No« of years _at hone - e -

No. of months ___ - “with rriends’

Ave. hours per day ___ - at camp _ -
' : other (explain)

. Rate yourself in Bebrow.
what wero your overall grades (if givon) , o
Ganeral mastery of grammar: very good __ good _._ faly ____ poor __.
‘Betent of vocabulary: very great ___ good fair"‘ limited ___

3. How would you rate yourself in Eaglish (or nother tonguofdoninant langusge,
if other)- :‘..n vocabulary and grammar? .
) m Othor Languages Combinod

In. English

Iaarning ~yocabulary ‘
Learning grammsr rules . .
(Write fmvg,zgood, good, fair, poor) LT

b How dd you classify what you learn in 8 new hnguage? Below are aome bshaviors.
Indicate which you do to what extent by means of the following froquency scales
1=1 do this all.the time, 2=I do this aomatima, 3=T do this rarely, 4=I never ‘do th:\a
Loarn vocabulary: . Learn grammars
_An topic groups (e.g., words for .. by textbook rules
T elothing) . by chacking and rochecking resource’
__by parts of speech (nowns, pronouns, grammar books
aajoctives, varbs, ote.) * __by making up own rules to fit data
~cognates (same root, base) within ‘the _ by making ‘lists of errors and
eims languago reviewing tl‘mn
wfroups of synonyms

5. What do you do when you'rs not sure of a word? Lot'a say that you don't
know the word for "balloon” in Hobrew. Hom might you.get the concept across?
"(1=do all the time, 2=do somatimos, 3=do rarely, Wenever do)
___coin vwn words e.g:, cadur-gvir ‘aly-ball' -
dcacriboo coneept as procisely as poaaiblel 0¢8es s_a_dgz: _stli dak, male avir
‘a thin rubbsr ball, filled with air' -
—.déscribe ooncept loosolys ®:8ss 20 8£O ol vezs nafuax veze afe 'It's round and
T 1t's blown up and At floats.' ‘
, ‘jore general term; e.g., cadup "ball’
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